DOCUMENT RESUME

BD 048 610 CG 006 268

AUTHOR Williams, Trevor H.

TITLE Educational Aspirations: Longitudinal Evidence on
Their Development in Canadian Youth.

INSTITUTION American Educational Research Association,

Washington, D.C.; Ontario Inst. for Studies in
Education, Toronto.

PUB DATE Feb 71

NOTE 43p.; Paper presented at the American Educational
Research Association Convention in New fork, New
York, February u4-7, 1971

EDRS PRICE EDRS Price MF-$0.65 HC-$3.29

DESCRIPTORS Academic Ability, Academic Achieverent, *Academic
Aspiration, Academic Performance, *aspiration, High
School students, Objectives, *Parental Aspiration,
Parental Background, Parent Attitudes, Parents, Peer
Groups, Secondary School Students, *Socioceconomic
Status, *Teacher Attitudes, Teacher Behavior,
Teachers

ABSTRACT

This investigation is concerned with an explanation
of the vay in which social origins affect the desire for
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The Problem

The accumulated evidence from research into social stratification points
clearly to one social fact; in most industrialized democratic nations, and
certainly in.Canada and the United States, the status attainments of indiv-
iduals are, in part, a function of the status of their family of orientation.
In the face of a basic societal commitment to equality of opportunity such a
situation is sugaestive of a fundamental social injusfi;e. Thus, a delineation
of the mechanisms involved in the transter of status across generations is
important, by virtue of the understanding of a basic social process so provided,
and through the potential such an understanding has as a basis for informed |
policy decisions aimed at the amelioration of this apparent injustice.

Blau and Duncan (1967) provide ampie evidence that, at least within
the United States, social status is in large part a function of attainments
within the occupational structure, and that these attainments owe much to
prior educational attainments. With respect to the part played by the latter
in the intergenerational transmission of status they note:

Education assumes increasing significance for social status in

general and for the transmission of social standing from fathers

to sons in particular. Superior family origins Increase a son's

chances of attaining superior occupational status in the United

States in large part because they help him obtain a better

education.... - '

(Blau and Duncan, 1967:430)

An explication of some of the factors implicated in the process by which
social origins influence subsequent educational attainments is the central
focus of the research repor+éd here.

More specifically, the concern of this Investigation is with an explan-

atlon of the way in which social origins affect the desire for post-secondary

 education. This explanation Is presented by | way of the constructicn and

quantification of a mode! Incorporating influences due to three reference
groups (parents, teachers and peers), the student's academic gch!evemenfé,

his Intellectual abllity and his socioeconomic background. FUrfhermoré; the
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model includes measures of these variables at two points in time and, by so
doing, provides evidence for the relative stability of their influence over
time. Ouantification of the mode! separately with data on each sex allows
an additional specification, that of sex differences In the process by

which educational aspirations are generated.

The Model y
The empirical literature on educational aspirations is substantial, Ohlendorf
et al. (1967) list over 300 published and unpublished works relating to educational
aspirations and expecfaﬂonsl and studies continue to appear in the literature
up to fhe present time; see for example, Sewell et al. (1970). 1{n the
interests of brevity this literature Is not considered in detail but rather,
those flnd{ngs germane to the investigation at hand are presented along with
some observations on apparent deficiencies to which this investigation can speak.

The |l+era+ure in this area is characterized In its development by

Increasingly complex attempts to elaborate the socioeconomic status--educational
aspirations relationship, a relationship whose magnitude (in correlation terms)
varies between 0.2 and 0.5. Not surprisingly, some of the first Investigations
undertaken were concerned with exploring the possibility that "the apparent
effects of parental soclial status on the youth's levels of aspiration may
be due to the common relationship of these variables to inteliigence”. (Sewell
et al., 1957:68). The evidence produced points to the separate and important
effects of these two variables; Sewell and Shah (1967:17), for instance, report
them as having nearly equal effects on college plans and to be correlated

themselves to the order of 0.29.

A good deal of the subsequent research was devoted to understanding
the soctal-psychological variables that mediated the Influence of these basic
soclal=structural and psychological characteristics on educational aspirations.

o Two Influences seem of particular importance:
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(a) the educatlional expectations held for the student bv his parents,

Kahl (1953), Bordua (1960), Boyle (1966a), Rehberq and Wesiby (1967),
Sewell and Shah (1968}, Kandel and Lesser (1969); and

(b) fhé educational aspirations held by the student's pecers; Haller
and Butterworth (1960), Coleman (1961), Alexander and Campbeli (19064),
McDill and Coleman (1965), Boyle (1966b), Duncan et al. (1968).

Other famiiy related variables such as sub-cultural value orientations
(kohn, 1963), parental status discrepancies (Krauss, 1964; Cohen, 1965) and'
family size (Rehbeig and Westby, 1967) have also been used to explain both
educational aspirations and parental expectations. School related variables
such as the expectations of schocl personnel other than teachers (Herriott,
1963), attitudes toward school, studies and self (Boyle, 1966a), academic
achievement (Sewell et al., 1969) and the status consequences of e tracurricular
activities (Spady, 1970) have also been implicated in this ge .oral process.

| Brief mention must also ba made of attempts at measuring the influence
"of school context on the individual in this respect. The work of Sewell and
Armer (1966) and Boyle (1966b) is {llustrative. As this investigation is
not attempting to isolate contextual effects no further consideration is given
Yo whatever effects of this nature may be present (but see, however, Haller
and Anderson (1969) who carried out such an investigation using data on the
same cohort of students under study here).

Within this general context a number of deficiencies are apparent.

l; The Influence of the expectations of teachers has received little
attention although one would expect that these would be particularly
sallent for students.

.'?. lnféllecfual ubl]lfy occurs as an explanatory variable in models
more often alone than It does In association with school achievement,

the visible Indicator of ability whose effects, one would anticipate,
are more widespread.
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" 3. The valldity of the generalizations that are sometimes made is open
to question as "samples" vary widely; in size, from Kahi's (1953)
24 common-man boys from Boston to Sewell and Shah's (1968) 10,318
wfsconsln seniors, and ir popufation extent, from the 929 Wisconsin
farm~reared male senlors studied by Sewel! et al. (1969) to Breton and
McDonald's (1967) national sample of 145,817 Canadian high school
students. .

4, Panel studies, those In which repeated measurements are made on the
same subjects at two or more points in time, are few. Hence, Inferences
regarding the processes involved in the generation of educational
aspirations are based on cross-sectional data. One of the liabllities
inherent in such analyses resuits from the tendency to make the
implicit assumption that the relative effects of variables are constant
over time whereas, in fact, they most probably are not as McDitl
and Coleman (1965) were able to show with respect to parent and
peer influences.

5. While investigations of the development of educational aspirations
in Canadian youth do appear in the literature they are relatively
few in number. The following appear to be all that consider more
than zero-order relationships; Pavalko and Bishop (1966), Boyle |
(1966b), Pavalko (1967), and Breton (1970). Although one might
argue that this limited evidence could be supplemented with that
derived from U.S. samples.lf I's probably not legitimate to generalize
uncritically from such data. One might wonder, for instance, how
much Wisconsin farm-reared males have in common with Canadian students
of a simllar age.

The present Investigation can speak to each of these issues by virtue

of its concern with the construction (and subsequent quantification with

' Canadlanvdafa) of & model of the decislon-making process that students engage
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in throughout high schoo!, a process which culminates in the decision to
undertake (6r not undertake) post-secondary education, and at which levol.

The model developed here adopts a theoretical stance that is Implicit
in much of the literature just cited, namely, that an individual's attitudes
and behaviors are, in part, a function of both the expectations held by
significant others and the normative climate of the group of which he is (or
aspires to be) a member. Thus, the model darives its theoretical perspective
from reference group theory, a theory which "aims to systematize the determinants
and consequences of those processes of evaluation and self-appraisal in which
the Individual takes the values or standards of other individuals and groups
as a...frame of reference-" (Merton and Rossi, 1957:234). The central concept
of this theory may be defined as follows:

a reference group is a group, collectivity, or person which the

actor takes into account in soms manner in the course of selecting

a behavior from among a set of alternatives, or in making a judgement

about a problematic issue. A reference group helps to orient

the actor in a certain course whether of action or attitude.

(Kemper, 1968:32)
In this sense, the relative effects of the expectations/aspirations of
parents, teachers and peers are seen as the effects of reference groups on
the problematic Issue (for the student) of whether to undertake post-secondary
education and at what level.

The sbeclflc manner in which fhése reference groups exert their influence
upon the student Is not at issue here, rather, the focus ot this investigation
Is on the social context in which the influence arises, is exercised, and with
what effects. Thus, It is deemed unnecassary to discuss in detai! the mode
of functioning -~ normative/comparative (Kelly, 1949), normative/comparative/
audience (Kemper, 1968) -~ of each reférence group. “Sufflice to say that the
lnfl&ence bf parents and teachers Ié probably normative in the main, and that
of peers via the standard of comparison they provide.

It is arguedlfha? three aspects of the social context in which the

4[sz}:gxpeqfaflons/asplraflons of all concerned arise are particularly important

e G
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early in high school; the student's socioceconomic background, his intellectual
ability and his achievements within the school. All are seen as potential
causes of the expectations/aspirations of the three reference groups and of
the student himself. |In grade twelve, at the time of the actual! decision,
the context in which the expectations/aspirations of all concerned arc generated
Is widened to include, along with the variables just mentioned, the student's

aspirations in grade ten and his achievement in grade e¢leven,
In the interests of clarity the hypothesized causal ordering of vhe

variables in question is presented at this point. |In Figure | any variable
may be considered as a potential cause of all that lie to the right of It;
note particularly the time sequences associated with this causal ordering.
The variables represented as Xa to XJ are unmeasured residual variables
whose nature and function Is discussed later. The curved arrow |inking Xll
and X|2 indicates an unanalyzed reiationship. (figure | about here)
Within the context of this model parents, teachers and the student
himself have at their dispcsal both social and non-social criteria on wh}ch
to base their respective expectations/aspirations. All are aware of (a) what
the student s In terms of his social origins and (to varying degrees) his
intellectual abllity, and (b) what the student does in the way of school achievement.
To the extent that each bases his expectations or aspirations on what the
student Is rathar than what he does, then the decision~making process Is less
: fhan rational, potentially wasteful of human talent and societal resources,
and Indicative of social Injustice.
The - 3in thrusts of the argument indicated by the causal ordering within
the moael (and some of the expected relationships) can be summarized as follows.
|, Parents and teachers act as reference groups for the éfudenf, holding
out expectations for his behavior, serving as role modeis and dis~
pensing rewards and sanctlons.

2, The aspirations held by the student's peers provide a standard against

7
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which he can evaluate the appropriatencss of his own aspirations.
Objective nor.-social evidence on which fo base expectations/aspirations,
or. to evaluate their appropriateness, is provided by the student's
school achievements. Parents, teachers and the student are, it Is
arqued, influenced accordingly, teachers the most and parents the least.
One other plece of evidence on which teachers, parents and the student
himsel f may base (or revise) their respectivé expectations/aspirations
for the student's educational future is provided by perceptions

(perhaps evidence in the case of teachers) of the student's intellectual
abitity. Evidence In this respect would seem particulariy relevant

in the development of expectations/aspirations early in high school

when the potential to achieve, accompanied or unaccompanied by
demonstrations of achlevement, Is a legitimate basis for expectations.
The postulated socioeconomic status effects on the expectations

of parents and teachers and on the aspirations of the student are

only well documented in the case of parents and the student. However,
Lavin (1965:128) does clte some evidence that children's perceptions

of their teachers' attitudes toward them are related to social class.
While the effects of socioveconomic status and intellectual ability

on school achievement are well established (see Lavin, !965; Boocock,
1966) the expectation Is that socliosconomic status effects are small
relative to intellectual ability.

in this context one would not want to argue for the student's soclo-
economic background, intellectual ability and school achievements

as causes of his peers' educational aspirations in the same sense

in which fhby are postuiated to be causes of his own aspirations.
Rather, the argument is that, in the case of soclioeconomic background,
common values and other class related factors lead to the increased

likelThood of developing relationships with individuals having similar

8
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educational plans. Similarly, as a result of selection processes

(e.g., tracking) operating within the school, one's intellectual

abi ity and achiecvements determine who one's peers will be.

Consider now the changes that might be expected to occur over time,

between grade ten and grade twelve, as the actual decision approaches.

(a) In connection with the influence of parents and peers, the
aval lable evidence suggests that with the formation of adolescent
sub-cultures the influenze of peers increases over time in relation
to that of parents (Coleman, 196(; McDill and Coleman, 1965),
However, there is other evidence suggesting that, relative to
parents, peers represent a comparatively minor influence (Kandel
and Lesser, 1969) and that an increasing orientation toward
peers 1; not necessarily accompanied by a decreasing orientation
toward parents (Bowerman and Kinch, 1959). Moreover, there Is
reason to suspect that the relative influence of parents/peers is
related to the issue at hand (Merton, 1957:327) and that in
matters pertaining to the "adult worid" (as this decision ultimately
is, by virtue of its occupational Implications) the influence
of parents is paramount (Brittain, 1963). Taking this point of
view, the expectation is that the influence of parents and
teachers kfhe "experts" in the area to which the decision refers)
will increase over time, relative to the influence of peers, as

the matter of the decision becomes more critical.

“(b) Glven that the interval separating the two sets of measurements

is only three years one would expect a major determinant of the
variables in the second panel to be’fhelf counterparts in the
first penel. That is, for example, one of the major effects on
parental expectations in grade twelve should be parental

expectations in grade ten. However, other substantively more

9
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. interesting effects are expected;
(1) the effects of the expressed aspirations of the student
in grade ten on the expectations of parents and teachers
in grade twelve and on the achievements of the student in
grade eleven; and
(i1) the effects of the expectations/aspirations of the three
reference groups in grade ten on +he'expec+afions/asplraflons
each holds in grade twelve; for example, the expectations
expressed by teachers In student report cards, or directly, on
the later expectations of parents. Or the possibility that
teachers (and perhaps parents) are Influenced by the label
given to a "peer'" group via the tracking processes at work
within the school.
9. There seems good reason to anticipate sex differences in the pattern
of effects represented by the model. To this end consideration
Is given to the way in which the particular structuring of sex roles
within the soclety may affect the expectations held by the student's
reference groups, especlally parents. It is argugd here that the
recognized Importance of educational attainments for subsequent
occupational attainments, and fﬁe Importance of the latter for ,
placement within the socfal structure, along with the social definition
1‘of sex roles that casts males as the family provider and proscribes
’a iimited occupational career for women, results in a differential

~

valuation of educational attainments by sex. That is, educational

attainments are seen as having considerable Instrumental value for

‘males whereas for females such attainments are regarded as having

f5 ;}lmI}éd.insfrumenfallfy at best. Glven a lower valuation of these
‘rzia@ﬂﬁﬁlhmahfs'for giris one might expect the following sex differences:
vij)f$¥rdnger and more extensive socloeconomic background effects

10
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for girls; parents with iimited economic resources being, on
the whole, unwiiling to commit scarce family resources to an
extended education with {ittle épparenf pay-off, and teachers
seeing this as the way the worid operates; and
(11) for girls, a stronger influence due to schoo! achievements on
the expectations of parents and teachers, a product of the
belief that while education is good for &1l it is only necessary
for boys and, as a result, males shouid have every chance,
females only if they show evidence of their ability ro succeed.
10. Seven relationships within the model remain unanalyzed, those
between socioeconomic background and intellectual ability, and
between the expectations/asp’'rations of reference groups in each

of the two paneis. To argue for a cause-effect relationship between

2.

social origins and intellectual ability adds nothing to the main
arguments presented, In fact, such a relationship alters the model
not at all, quantitatively. With respect to the other unanalyzed
relationships there seems no safe ground on which to-base an argument
for asymmetric causal relationships. Most tikely fhe causal Influences
are reciprocal each influencing the others within é;éh panei, a
situation almost impossibie to quantify. Thus the expectations/
asplrations of parents, teachers and peers within each panel are shown
determined lndepéndenfly of each other by the variables that precede

' fheﬁ, '

1}, The temporal ordering of the variables for each relationship is,

”; for the most part, clear éuf as the time sequences in Figure | indicate.
ib;.5f1h9!§qle;excepflons are those involving the expectations/aspirations
,2' f6f fh§5r;ferenca groups as causes of the student's aspirations. There
o 5:66 $¢¢éb+ed me-l'hod2 for establishing causal priorities among fﬁese

yVérlhblés ahd,.hence, the assuhpflon is made that the causal relation-

11
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ships indicated refiect reality, at least insofar as the direction

of the major causal! influence is concerned.

Quantification of the Model

Data
Panel di. were obtained from the Carnegie Human Resources Data Bank. These
data were collected on all Ontario students in grade nine in 1959-60 and in
each subsequent year to grade thirteen. Some 90,000 students were enrol led
in grade nine in 1959-60 and approximately 30,000 of these entered grade
twelve in 1962-63. A random sampie of 5,000 grade twelve students was selected.
Of these 3,687 (1,809 males and |,878 females) were enrolled in programs leading
to qualifications suited to post-secondary education, and data on these were
used in the actual analysis.
Variables

Complete descriptions of the questionnaires and tests administered can
be,found in MacEachern (1960), Brehaut (1964) and D'Oyley (1964). The following
is a description of each variable selected for use in this investigation.

(a) Sodioeconomic Backgnround (X||?+ This was indexed by father's
occupation. The elght cateqories of occupation conform to the usual
pattern and were ordered according to the socioceconomic indrx of
Canzdian occupations developed by Bllshen (1967).

(b) Panents’ Expectations (gnude ten, Xg; grade fuwelve, X,);
Teachers' Expectations (grade ten, X,; ghrade twelve, Xy)3
"Peens' Aspirations (grade ten, Xgs gnade welve, X 4) and
. Student's Aspirations [grade ten, X.; gmde iwdve, X,

‘Subjecfs were asked to respond to simitarly worded questions regardlnq their
| ) educaflonal and work plans, what thelr teachers and parents suggest they
3 1qf mos? of their friends plan to do. Seven responses were provided,

T "Complefa secondary school then enter university.” to "lLeave

12



. schoo! as soon as possible to obtain a job or work at home."3

(c) School Achievement lgrace nine, X .; grade eleven, X5). The

10’
measure used was the student's gradé point average.

(d) Intellectual Ability. (X ,). . The student's score on the Canadian
Academic Aptitude Test | (verbLal ability) was taken as the measure
of his intellectual ability.

Method

As the causa! nature of the model might suggest the system of relationships
specified was quantified using the technique of path analysis (see Wright,
1934, Duncan, 1966; Land, 1969; Heise, 1969). Path analysis is a variety of
multivariate analysis based on mu{fiple linear regression procedures and aimed
at the mathematical specification of a closed s <tem of variables (such as the
model presented above). While cau§alf+y may n6+ be inferred from this type
of analysis the relative magnitudes of cause-effect relationships specified
by the investigatcr can be determined, glven'cerfain assumptions.

The variation of any particular variable wl*hln the system (e.q.,
parent's expectation in grade ten) is considered completely determined by
those variables specified as.lfs causes (socioeconomic background, intellectual
abl lity, school achievement grade nine) 'and by an unmeasured variable (the
residual, Xh) which accounts for that part of the variation in the dependent
variable not explained by the specified causes. Thus, an individual's score

“on any particular variable may be represented as the weighted sum of +he values
' Qf Its causes plus the residual; such a sfruc+ural equation Is isomorphous

7 with the normal equafldns of multiple linear regression. Specifying the above

'5_fexample in fhls way ylelds the following structural equation:

"s*" Pa.10%10 * Pa.11X11 * Pa.12%i2 * Pan’
'7be‘uelghfs asslgned each cause (the le) are pafh coefficlients and each represents

hé_reJaflve magnlfude of the cause-effecf relatlonship holding constant all

erQvanf causes. In the analysls they are expressed as standardized partial

13
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regression coefficients (beta weights) and may be interpreted thus; as the
change (in stardard deviation units) produced in a particular dependent variable
by a one-unit change (in standard deviation units) in the independent variable
in question, holding constant all other relevent causes. For example; holding
constant XII’ XI2 and Xh’ a one standard deviation change in XIo will produce a
"p8.|°" standard deviation change in X8, parents' expectations.

On this basis a series of structural equations cah be developed to specify
the particular causal model proposed. The following series was developed to
represent the causal mode! pictured in Figure |.

Xy = PXa ¥ P 3%3 + g%y + PisXg + PyeXg + P 7%y * 1g%g * PioXg * Py oXi0 *

X X X

Pront®ie Y Pi2Xi2 * Pia%s

Xy ® PosXg + PogXg + PagXy * PogXg + PagXg * Py 10X10 * Po 11Xy * P2 12X *

P26%p

X3 = P3gXg + P3gXg * P3g¥Xy + P3gXg + P3gXg * P53 10X10 * P31 Xy * P3 12Xy2 *
p3cxc

Xg = Pas¥s * Pagle * ParXy * Pag¥s * Pag”s * Pa.10%10 * Pa. 11”11 * Pa.12%12
Pad*y

>
W
"

PseXs * Py %7 + PsgXg * PsgXg * Ps 10X10 * Ps, 11X11 * Ps12X12 * PseXe

6 = P67%7 * Psg¥s * Pso¥o * Ps.10%10 * Pe.11%11 * Ps.12¥12 * Pese

X7 = P7.10%0 * P F Pr2%i2 * Pagy
g = Pg.10%10 * Pa.11X11 * Ps.12%12 * Pen’y

X9 = Pg.10%10 * Po.11%1 *:Pg.12%412 * P

X0 " Proan®in * Proai2¥iz * Piog%;

:;Vi!pgs fof fhg path coefficients can be obtained by regressing the "effect"
*ﬁe;‘oéfﬁlafgd‘ﬁCauses",4 that is, in the example used above, regressing

ox ]ctétfahévln grade ten (Xa) on socioeconomlc background (X, .), inte!lectual

14
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. ability (X, ,) and school achievement grade nine (XIO). The beta weights

12
obtained are equivalent to path ccefficients in this case. Thus, for example,
the beta weight associated with sociceconomic background may be considered
as the path coefficlent representing the relative effect of the student's
social origins on the expectations held by his parents, and similarly for the
other causes, intellectual ability and school achievement. The path coefficient
representing the effect due to the residual variable Is given by the square
root of the coefficient of alienation (!—Rz). Al‘rernaﬂvelyf the square of
this path coefficient Is the proportion of variance unexplained by specific
variables in the model.

Values for the path coefficients can only be obtained if certain
simplifying assumptions are made. The.set of assumptions underlying path
analysis generally Is outlined in Heise (1969), however, those assumpfion§
made in connection with the residuals call for some comment at this point.

In many cases the residuals are assumed uncorrelated with the other causes

of the variable In question and with each ofher.5 An exception to the latter
assumption may pe made where relationships within the model are assumed
causal ly Independent, for exaMplé, those between the expectations/aspirations
of the three reference grougs in each panel. In this case the assumption

Is not necessary for a determinate solution of the relevant equations and

the correlation between the residuals may be calculated rather than assumed
to be zero. This correlation is analogous to the correlation between the
’fwo variables with which the residuals are associated when the effects due

to prior causes are partialled out. In our example the correlation between

,fﬁgeéidugts X, @nd X, (associated with parents' and teachers' expectations

g
fn gradc‘fan) Is the partial correlaflon between parents' expectatic.s and

' -;feacbers' qxpecfaflons at grade ten controlling for the effects of socioeconomic

;background, ln?allacfual ablll?y and school achievement. Note, however,

are each assumed uncorrelated with the

15
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other residuals and with the relevant causes.

It is conceivable in models of this sort that not all the potential
causes of a variable have direct effects on that variable, for example, the
student's intellectual ability may not infiuence his parents' expectations
directly but only through the school achievements that it allows, If this
were so the appropriate structural equation could be written thus;

e

X X X

8 = Pa.10%10 * Pa.11¥i1 * Pan’h
That s, the path coefficient Pg. 12 is considered zero and that causal path
would not appear in the model.6

In the determination of which paths should be included in +he model
and which should be elIminated two basic strategies are used. On the one
hand, paths may eliminated or retained on purely theoretical grounds, On the
other hand, all possible paths may be included in the first instance and, on
the basis of the results of the analysis, Insignificant paths may be dropped
and the values of the remaining path coefficients recalculated. The degree
to which the correlations implied by the resultant mode! match the observed
correlations between variables allows a test of the adequacy of the model.

The second of the two strategies was adopted here.

Measurement '
‘ All calculations presented her; are based on product-moment correlations.
The variables in question were measured on either interval scales (intellectual
ability and school achlievement) or ordinal scales (the remaining variables).

.'_Labovlfz (I967 1970) has shown that one is fairly safe in treating ordinal

7[.;qa+g,as it !f were Interval and Is justified in doing so In order to utilize

. ff;1hb“m6re pouerful parametric statistical techniques. His arguments were

;}faken as. sufficlenf Justification to treat these data in this way to produce
"eorralaficn ma?rlcos for mates and fcmales. However, the first of a number

suramenf problems faced must be mentioned. The dlsfrlbuflons for

16
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- is met only to varying degreeg,

Of greater concern are the potential effects of non-response. Each
correlation was based on ali cases for which data were available and hence
the correlations are based on somewhat different numbers of cases.in each
instance. Table | presents these correlations and t+he total non-response
for each of the twelve variables, by sex. (Table | about here)

Concern with the potential blias introduced by the effects of non-
response arose from the following observations;

(1) non-response by individual variable ranges from less than two
percent in the case of intellectual ability (giris) to slightiy
more than forty-seven percent in the case of the boys' reports of
the expectations their teachers hold for them;

(i1) the non-response rate for each variable is roughly comparable

L
p

between sexes;
(ii1) the non-response rate at grade twelve is siightly higher in most
cases;

(iv) twenty-seven percent of the sixty~six correlations produced for
males are based on less than half the number of possible cases;
for girls the figure is twenty-one percent. Almost without
exception these correlations involved the variable with the
highest noh-response rate-~teachers' expectations.

" Thus, one might want to entertain some reservations with regard to the

notion that these correlations reflect thelr population values, especially

35fﬁ'1“959 correlations involving teachers' expectations. The assignment of mean

"“fvabEUQS:to mléslng observations or thelr random proportional assignment among

"ﬂ-i*he'cafegorles~of each variabie seemed no more justified than assuming non-
sysfema¢lc offacfs due to non-response. The assignment of means to missing
was, In facf, carrled out and, as one would expect, attonuated the correiations

"'e averago abcuf 0 070). stnce there appears no clear-cuf way of handling
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non-response, especially non-response of this magnitude, the assumption of
non-systematic effects was made and correlations based on the reported scores
were used irn the analysts.7 Any conclusions drawn must, ¢f ccurse, b2 tentative
in view of this.

In an attempt to gain some leverage on the data in this respect two
separate causal! modeis were quantified, each with a different assumption
about teachers' expectstions. In Mode! |, the one originally proposed, non-
systematic effects were assumed in connection with the non-response to teachers'
expectations and the other variables. In Mode! !l the assumption was made
that the high non-response to the teachers' expectations question reflected
a general non-influence of teachers in this process, at least as referents.
Thus, teachers' expectations were eliminated from consideration but otherwise
the mode! is analogous to Mode! I. In thls way it was hoped that a comparison
of Model |l with Model | for both boys and girls would allow something of
an insight into the ay the potentially unreliable correlations based on teachers'
expectations affect the path coefficients estimated from the remaining (somewhat
more reliable) correlations. For example, If the pattern of effects among the
variables other than teachers' expectations differed markedly between models
than one would suspect that this variable was in some way, altering the internal
properties of the correlation mafrfx Such that the estimates of the path co-
efficients were unstable. This would not, in and of itself, indicate tha* the
correlations involving teachers' expectations were not their true poputation
values but it would point to the inadvisability of including the variable
uhder fhése'clrcumsfances. On the other hand, if the pattern of effects remained
more or less the same then nothing is lost by using the more inclusive model

_?ﬂd,maklng appropriately qualified conclusions about the role of teachers!

&fiﬁbé§+§+lons'ln this decision-making process.

Results
S n eédﬁjof the four models (Models | and I by sex) all possible paths
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were computed Initially. In the second step those. path coefficients not greater
than twice their standard error were elimlna‘red8 and the remalning path coefficients
recalculated. Where the correlations implied by each of these models9 deviated
by more than 0.05 from +he.observed correlations paths were re-entered and
the path coefficients adjusted accordingly. In a number of instances further
deletions of paths were attempted in the Interests of parsimony. The resulting
models represent the end-product of this reductive progess.

The resv!ts of this analysis indicated that Mode! I! would lead to
essentlially the same conclusions as Model | although nothing, of course, would
be said about the role of teachers' expectations in the process. Thus, the
second of the two alternatives proposed above is adopted; the results of Model
1| are not presented but rather that which follows is based on the resuits
for the more Inclusive Model |,

The results of the quantification of Model | are presented, separately
for males and females, in Table 2, which indicates the path coefficients and
residuals for each model. Table 3 represents the deviations of the correlations
implied by Model | from the observed correlations, separately for males and
females. (Tables 2 and 3 about here)

A preéenfaflon of the models In the more usual manner -- in the form
of a path diagram showing cause-effect relationships by arrows with assocliated .
path coefficients -~ was not affempféd as the number of paths made the reading
of these dlagrams somewhat difficult, The model for males had, for example,
forty paths aside from the residuals. Instead, models showing only the larger
effects (0.150 or greater) are presented in Figure 2, (Figure 2 about here)

Careful note should be taken of the fact that the path coefficients
shown in Figure 2 were teken directly from Table 2 and are not those that

 would result from a system of relationships as shown in Figure 2. Such a
:F3.;yst0m wouid no#‘adequafely reproduce the observed correlations as too many

_ paths have been deleted. Arrows connect cause and effect with the effact
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lying at the head of the arrow and path coefficients are presented in connection
with each arrow. Reslduals are represented by broken lines and the correlations
between them by curved lines. The unanalyzed relationship between socioeconomic
background and intellectual ability is represented by a curved double-headed

arrow and the magnitude of the reilationship by a zero-order correfation.

Discussion
The preceeding modsls offer four basic types of information;
(i) the relative effacts of specific variables at each of two points in
time,
(11) changes in the magnifude of these effects over time,
(iti) patterns of effects that might be interpreted as mani festations
of underlying soclial processes, and

(iv) sex differences in all of these.
This Information is used to offer some insights into under-researched aspects
of the educational decision-making process; namely, in connection with the
role of teachers' expectations and school achievement, changes in the relative »
influence of variables over time, and overall, knowledge of the processes
at work among Canadian youth. However, throughout this discussion the
reservations made earlier in connect!oﬁ with the problems of contaminated
measures, skewed distributions, non-response and multicollinearity must be
kept in mind. In the light of this the conclusions drawn will not be as fine-
grained as they might have been but rather, will be concerned with the more

 gross aspects of the decision-making process as reflected in the models.

. 'Conslder In the first instance the educational aspirations of the
_s*udonf and the Influences due to the three reference groups. For males In
grade ton the lnfluence of parental expecfaflons (0 549) Is approximately
fwtea fhaf of teachers’ expectations (0.250) and these In turn are roughly

lcn as lmporfanf in the defermlnaflon of the student's asplraflons as
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are the aspirations of peers (0.118). This ranking is maintained over +ime
with parents gaining In infiuence at the expense of teachers and peers. A
small effect (0.080) due to what must be assumed as the student's perceptions
of his own intellectual ability is bfesenf in grade ten but not at grade
twelve. Note too that there is a certain amount of consistency between the
aspirations boys hold in grade ten and those held in grade twelve, as represented
by the effect (0.258) of grade ten plans on grade twelve plans. The remaining
effects on the student's aspirations in grade tweive consist of a small influence
due to his grades in the previous year (0.041) and two apparently anomalous
negative effects originating from the expectations of parents and teachers
in grade fen.'or R
An examination of the model for girls presents a similar picture but

with certain seemingly Important differences. In rank order the influences
of the three referaﬁce groups in grade ten follow that of boys, the expectations
of parents assume most importance (0.633), those of teachers follow (0.222)
and of least Influence are the aspirations of the student's peers (0.063).
However, contrary to the situation for males, the aspirations of peers and
the expectations of teachers gain in influence over time at the expense of
parents' expectations. Also, whereas in grade ten these expectations/aspirations
are the sole Influences (within this model) on the student's aspirations,
in grade twelve the lnflﬁénces of the three reference groups are supplemented
by an effect due fo the student's earlier aspirations (0.134) and by a negative
effect arising from the expectations of parents in grade ten (see footnote 10).

: Ono‘mlghf also note in passing that, given the assumption about the
in@ijffyﬂof the student's report of his referents' expectations/aspirations,
fhd mode| explains 685 of the variance in the grade ten plans of males, 67%
‘ lzof,*b§ yarlaﬁco for girls at this time, 81% of the variance in the educational .
_ssplrations of boys In grade twelve, and 77% of the variance of the plans
U:"“gétfiQﬂHS‘ﬁiih grade twelve.
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Before attempting a description of the antecedents of these expectations/
aspirations held by the student's, referents some more Interpretive comments
on the d'rect effects of the reference groups‘seem‘posslble. In terms of
relative importance the influence of adults as reference fiqures far exceeds
that of the student's peers, a situation that offers support to the argument
that the influence of reference groups is not generalizable across all situations
but is, rather, a function of the perceived expertise Qf the referent for
the issue at hand. [t was predicted earlier that the occupational implications
of educational attainments made this a decision pertaining largely to the
adult world and hence, that the adult reference figures wouid be more influential
than peers. The data provide further support to this Interpretation when
changes in the relative effects of the three reference groups are considered
by sex. The concern of parents with the occupational (and hence, socioeconomic)
future of their sons is taken to be reflected In the Increasing influence
of parents' expectations over time. A reduced concern for girls In this respect
is thought to underile the Increasing influence over time of the expectations/
aspirations held by teachers and peers at the expense of parents. In other
words, it is argued that the educationa! decision to be made has (a) occupational
implications that establish adults as the appropriate reference figures and
(b) a greater saliency for males such that parental interests and influences
are maximized whereas for girls, where the decision Is regarded as being of
less lmp&rf, the conduct of non-parentat figures (peers and teachers) assumes
more importance (more or less by default).

Attention must also be directed at this time to the absence of predicted
Influences, notably those from school achievements. While it was predicted
that the student's academic performance would influence his plans, especially
at the time of the actual decision, in facf,schooi achieveﬁenf Iin grade eleven
has only a minimal direct influence on the decision bcys make and a negligible

effect on the aspirations girls hold In grade twelve. These data suggest
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then, that nelther boys nor airls subject thelr aspirations to a critical
appraisal in the light of demonstrations of their ability to handle an extended
educatior. As it turns out, the indirect Influences of this variabie (through
the expectations/aspirations of referents) for boys are also minimal but

not so for giris. This matter is taken up again at a later point.

These conclusions are other than one would expect and the question of
error arising from the variety of measurement probiems ‘mentioned eariier
must be raised. Nevertheless, Sewell et al. (1969) also report the absence
of a direct effect of school achievement on educational aspirations. Later
work (Sewell et al., 1970) with other samples, however, shows the effect
to be present,

Having considered the direct causes of the major variable of interest,
educational aspirations, It remains to examine the antecedents of the expectations/
aspirations of the three reference groups, that Is, in one sense, to cxamine
the Indirect effects of these antecedents on educational ' aspirations through
thelir influences on the expectations/aspirations of the three reference groups.

| Not surprisingly, intellectual ability emerges as the major cause of
school achievement In grade ten for both boys and giris. Socioeconomic backaround
effects on achlevement appear minimal, alfhough{if must be remembered that
this Is to some extent a select group of students (those who made it through
high school to grade twelve). As determinants of who the student's peers
witl be, and hénce what aspirations they will hold, of these three variables
socloeconomic background emerges as the most powerful influence for both boys
(0.142) and girls (0.189). The remaining two variables, intellectual ability
snd grade nine achievement, contribute sllgh*ly more to the determination of
peers' aspirations for boys than is the case for girls.

Socioeconomic background also plays a major role in the determination
of parents' expectations In grade ten, an effect of 0.198 for boys and 0.245

for girls. The remaining causes are reversed in order of magnltude between the
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. sexes, parents perceptions of their sons' intellectua! ability beina second
* in Iimportance for males, while grade nine achievements assume this position
as a cause of the expectations of girls' parents.

As'causes of the expectations teachers hold in grade ten the three

variables in question are ranked similarly for both boys and girls; in order
of importance, intellectual ability (probably Enpﬂg_fo teachers), grade

nine achievements and socioeconomic background.’ The latter two are somewhat
more influential in the case of girls. )

The foltowing is one set of possible meanings that can be assigned to

these patterns of effects.

(1) Socioeconomic background effects on peers' aspirations reflect a
socioeconomic segréqaflon of students by school, a consequence,
perhaps, of socioeconomic segregation within the community. The
remaining causes are taken to be a reflection of segregation within the
school on the basis of Infellecfual.ablllfy and academic performance,
that is, ability grouping. All three causes determine who the student's
peers will be rather than affecting directly the aspirations they
hold.

(2) The particular configuration of effects that characterizes t+he expectatio
parents hold in grade ten differs for each sex and is taken to be a
reflection of the joint action of,

(1) a beilef that the instrumental value of an extended education
Is much greater for boys than for girls;
(i) a socioeconomic differentiation of families in terms of the value
placed on education per se; and
;(fll) a parallel differentiation of families according to the resources
they have to support an extended education.
For boys, it Is arqued that (i) offsets the effects of (ii) and (iif)
as indicated in the Feduced socioeconomic status influence and, in

addition, (1) underlies the greater influence of educationa! potential
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(intel lectual ability) over demonstrated ability to handle matters

academic (i.e. school achievement). The parents of girls, it seems,
subjécf their expectations to a more objective appraisal in the
sense that they are influenced by performance over potential.

(3) The causes of teachers' expectations in these early yeai's of high
school are much as one would expect, with the student's potential
valued over his performance and both of greater influence than
his soclal origins. The only sex differences appear in the magnitude
of the effects, all effects fur girls being greater than their
counterparts for boys. This might be interpreted as a consequence
of teachers regarding an extended education for girls as somewhat
problematic and contingent largely on their performance and abiiity
(only the best girls go on, as it were, whereas only the worst
boys do not). In this sense indicators of ability and performance
assume more importance for giris than for boys in the development
of expectations in teachers.

Consider now the second panel of measurements and the |inks between

the paneis. Contrary to what might be expected, the educational plans of
students in grade ten do not appear to affect their grades in the following
year. The major effects for both boys and girls are their earlier achievements
and intellectual ability, with additional effects due to peers' aspirations

in the case of boys (0.082) and to teachers' expectations for girls (0.100).
One is led to the unanticipated conclusion that the motivational infiuences
represented by the expectations/aspirations of the three reference groups

and of the student himseif play little part in determining academic performance.
The major influence In this respect is intellectual ability both directly

and indirectly through earlier achievements. Theseiobservaflons are in
contradiction to the implications one would draw from the Turner (1964)
argument that ambition affects intellectual performance rather than the reverse

(see In this context Rehberg et al., 1970).
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Within the model the expecfaf{ons/asplra#lons of the three reference
groups in grade twelve are potentially subject to the direct Influence of
eight causes. All, however, are In actuality directly influenced by fess
than eight. In the case of peers' aspirations the pattern of effects Is similcr
for both boys and girls with the single exception that parents' expectations
for boys in qrade ten influence (0.183) who thelr peers will be in grade
twelve. The causes common to both males and females ih this respect are
socioeconomic background, academic performance in grade nine, peers' aspirations
in grade ten, and teachers' expectations in grade ten.

Viewed as essentially a process of selecting who peers wlli be réfher
than an influence on aspirations directly, the resuits suggest the following
interpretation. The peers with which a student interacts are selected by
factors within both the family and school. Family influences are represented
by the effects of socioceconomic background and parental expectations (for
boys) Influencing who the friends wi!l be via socioeconomic segregation within
the community, as a result of common clags values, attitudes, beliefs and
behaviors, and perhaps, through conscious encouragement on the part of parents
to associate with peers whose educational ambitions match those parents hold
for thelr own child. Within the school the effects of grade nine achievements
and grade ten teachers expectations are seen as reflections of the abifity
grouping that characterizes schools (at least during the period éf the study).
Students are assigned to ability groups, in part, as a result of their early
achlevements together with the predictions teachers make regarding ;heir abi ity
to undertake further education.

Sex differences In the configuration of causes are more apparent in
connection with parents' expectations in grade twelve. The influence of the
analogous expectations in grade ten for boys (0.451) is more than twice that
of girls (0.214). The student's own aspirations in grade ten also have a

greater influence In the case of boys (0.287 vs. 0.160). Note however, that
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whereas the direct influence of socioeconomic backaround has disappeared
for males it is maintain2d within the model for females (O.IBQ). Sizable
sex differenc;s also exist in connection with grade eleven school performance,
+hé influence on boys parents (0.089) being-considerably less than for girls
(0.201).

The pattern of effects observed here allows an interpretation similiar
to that made in connection with parents' expectations in grade ten. As a
result of the differential valuation of educational attainments by sex,
socioeconomic background and achievement effects remain important for girls
but not for boys. The parents of boys are subject to greatest influence at
this stage from the expectations they held earlier and from the early aspirations
of their sons. It seems that boys' ;arenfs remain relatively unaffected in
the development of later expectations for their sons educational future by
thelr own social and economic statuses (except as they may exert an indirect
influence through earlier expectations), by evidence of his ability or
performance, by the expectations of his teachers or by the aspirations of
Als friends., The latter three do, however, exert smal! influences in this
respect. Furthermore, these parental expectations show a high degree of
consistency over time, as the effect of 0.451 and a correlation of 0.657 show.

With girls the expectations of parents continue to be contingent on
school performance and the soclioeconomic status of the famiiy, although the
' student's own wishes do exert some influence. The "contingency" aspect of
parents expectations for girls is reflected in the moderate to low degree
of consistency of these expectations .over time. Grade ten parental expectations
have an effect on thelr grade twelve counterparts of 0.214 and a zero-order
relafionshlp of 0.496.

The expectations of the remaining reference group, teachers, show a
pattern of causes in grade twelve that differs substantially between the

xes. For boys the two major direct effects are due to the early expectations
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of parents (0.250) and the early aspirations of the student himself (0.206).
These are suppleﬁenfed by three roughly equal effects arising from the
student's intellectual ability (0.097), his grade nine achievemznts (0.110)
and the aspirations of his peers in grade ten (0.i07). For giris the major
infltuence is from the earlier expectations of teachers (0.223), followed by
the student's early aspirations (0.182), her grade eleven achievements (0.147),
her grade nine performance (0.!46), her socioeconomic backgiound (0.121) and
finally the expectations of her parents earlier in high school (0.096).

Given the assumption about the reliabiiity of the data on teachers,
this pattern of effects suqgests that teachers are influenced in their expectations
for boys by what the boys parents and the boy himself expect the student
will do rather than by evidence of what he can do at this stage; the absence
of an effect from grade eleven academic achievements onto teachers' expectations
Is a little difficult to accept and casts some suspicion on the quantitative
accuracy of the data. However, when this is considered along with the effects
due to iIntellectual ability, grade nine achievements and grade ten peers'
aspirations at least one plausible interpretation Is suggested. Teachers
are influenced lh the expectations they hold for boys in grade twelve not
so much by the student but by the educational expectations held for the
ability group (of which the student is a member) by the schoo! as a whole.
That Is, Intellectual ability and grade nine academic performance determine
2 student's membership In an ability group and it is the status of this
group (assigned by the school) rather than later achievements that influences
what teachers expect. Such an Interpretation would also explain the effects
of.peersf aspirations in grade ten on the expectations of teachers at this
sfage,tfhe aspirations of the student in quesffon being Identified with
the general aspirations of the group. |t also suggests that the particuiar
structural arrangements of the school may be crystallizing the expectations

Elljkj(and hence influence) teachers may have, in effect, tending to lock the student

IToxt Provided by ERI
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Into an expected future based on early achievements and unaffected by later

changes, at least as far as teachers are concerned.

On fheiwhole, the pattern of effects feédlng to teachers' expectations
for girls is gimllar to that associa%ed with parents' expectation:, although
there are diffsrences in the magnitude of the analogous relationships. The
single excepfidn, the effect of early school performance, might be seen as
for boys, zacon%equenceof ability grouping within the schoo!. Such a situation
suggests at leaﬁflfhe following interpretation., Teachers are aware of,
perhaps subscribs to, a widely held belief in the non-necessity of an
extended education for girls and, as a result, hold out expectations for
only the most productive girfis. Furthermore, they are afso influenced In
the ‘formation of these expectations by statuses assigned the student by the
school In previous years, by fhé amount of support the airl may expect from
her family, and finally by the girls own ambitions.

- Overall, the interpretations suggested by the data point to the
student as being a.somewhaf passive object whose educational ambitions, at
least, are molded by soclalization pressures in his family and school
environments. Moreover, in the case of boys, the major agents of socialization
(the student's parents) remain remarkably insulated from objective evidence
of the student's capability to live up to their expectations for him. |In
fact, within this mode! evidence of the student's academic performance
plays a surprisingly minor role, being most Influential where girls are
concerned and, even then, not affecting the student directly. In essence,

the data suggest a largely non-rational decision-making process.

Concluslons
Given the quallfications discussed earlier with regard to the measurement
problems encountered, this investlgation points to the following general
observations about the decision-making process that student engage in during
o ' '
E!S;(;lgh school ., ;35;
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Il. The effects of social origins on educational aspnirations are
indirect throuoh the expectations/aspirations of parents,
teachers and peers. These effects are more potent and more
pervasive for girls than for boys, a result, it was speculated,
of +the belief that the instrumental value of an extended education
differs between the sexes, and that educational ambition should
be engendered accordingly. *

2. The major influences on the aspirations of the student are, in
order of imporfanée, the expectations of parents, the expectations
of teachers and the aspirations held by peers. This ranking is
maintained over time and offers support to the argument that the
relative influence of reference Qroups is specific to the decision
at hand, in this case, a decision with "adult-world" implications
and hence one referred to adult referents. The reduced saliency.
of fh[s decision for giris is reflected in an increased infiuence
over time for peers along with a decreasing impact of parents'
expectations.

3. The apparent role played by academic performance in this process
was unanticipated. The relatively minor influence for boys
suggested that all concerned based their respective expectations/
aspirations largely on non-objective criteria. Whereas this was
not the case for. girls, the situation was interpreted as being a
further reflection of the sex differential in the value placed on
higher education. Boys, so to speak, are given every chance,
giris have to demonstrate thelr capabil!flés throughout high school.

4, In general fhe‘models suggest that students do not subject their
asplraflons"fo any sort of reatistic appraisal in the light of
thelr academic performance. Rather they aFe a product of the expect-
atlons/aspirations of those figures in thelr interpersonal environ-

[

[ERJ!:‘ ment who assume some significance for the student; his parents,
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his teachers and his peers. Furthermore, the student's own
educational ambitions have no effect on subsequent academic performance,
a8 situation sugaesting that the student takes less than an active
part In this whole process. As far as the expectations/aspirations
of the three reference figures are concerned, it was arqued that
the particular configurations of causes, and changes in these over
time and between sexes, were the manifestations of the joint
influence of three basic social forces (i) a belief that the instru-
mental beneflits of educational attainments are critical for males,
because of their occupational implications, but are lass so for
females, (11) a socionconomic differentiation of families in terms
of their resources to support an extended education, and (ill) a
similar di fferentiation in terms of the overall value placed on
educational attainments.

While suggesting that educational aspirations are essentially the
products of socialization pressures and, that these in turn are influenced
largely by non-rational criteria, it is as well to roint again to the potential
sources of error mentioned earlier. The models themselves are internaliy
consistent systems that reflect accurately the properties of the correlation
matrices in question, however, in obtalning these correlations certaln
assumptions about the data have been met only to varying degrees. With these
doubts about the valldity of the data only the more gross aspects of the
models can be considered to the end that they offer potential as Hauser
(1970:124) suggests: "The vaiue of model construction does not lie in the
results of any single effort, but In the potential for criticism, reconsideration,

repiication, and cumuiation of analytic findinas which it creates."
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Footnotes

l. The distinction made here between aspirations and expectations is basically
one referring to the intrinsic-extrinsic nature of the motivation t> achieve
some desired future state. Aspirations refer to the desires individuals have
for themselves, expectations to the desires individuals have for the future
status of others. Thus, aspirations Is used in the case of the sfudent and
his peers, both of whom desire some future educational state for themselves,
while expectations Is used to refer to the desires of parents and teachers for
the future status of the student, Other distinctions between aspirations and
expectations have been made. Brookover et al., (1967), for example, propose
that a distinction be made in terms of what the student hopes to do as against
what he predicts he wiil do.

2. The technique proposed by Pelz and Andrews (1964) would appear appropriate but
{ater work (Duncan, 1969) casts some doubt on the conclusiveness of the method.

3. The operationalization of these variables by means of the student's report of
the situation raises a familiar probiem, !t is conceivable that as a result of
cognitive consonance processes at work within the student the reported aspira-
tions/expectations of reference groups are contaminated (distorted) by the
student's own aspirations. Such a situation Is problematic In at least two
ways:first, while these perceptions may be real to the student and rea!l in
their consequences for him thsy represent the actual expactations/aspirations
to an unknown degree and, by so doing make questionable interpretations that
attribute direct influence to these groups. Second, the fact that these per-
ceptions may tend toward consonance as a resuit of distortion within the
individual has possible consequences In the form of excessive col!inearity
between these variabies such that the effect estimates (path coefficients)
become Increasingly unstable and artifactual (see Blalock, 1963, and Gordon,
1968).

Almost without exception the |iterature in this area bases its con~
clusions on data such as this, making the (often Iimplicit) assumption that what
the student reports to be so, is so in reality. What evidence there is for the
validity of student report data is largely unpubliished. Sandis (1967) provides
evidence for substantial congruity between mother's educational expectations
and the student's report of the same, approximately 78% of the students report-
ing their mothers expectations correctly. A moderate degree of interaction with
parental education was found In this Instance, students with weli educated parents
fairing a little better in their perceptions of what their mothers expect.
Furstenberg (i967) also provides evidence that, at least for mobiiity orienta-
tlons (occupational and educational goals), the majority of students perceive
thelr parents expectations accurately.

Whiie the above Is hardly the last word on this matter it is at least
support for the assumptions made in this connection, namely, that the student's
report of these expectations/aspirations are a reasonably accurate refiection of
those actually held by the reference groups in question.

4. This only holds for models with simple one-way causation (recursive mode!s),
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7.

. 8,

9.

Somewhat more elaborate statistical procedurcs are requirced when reciprocal
causation Is built Into the models (see Duncan et at., 1968),

These assumptions, and others, musi be made in order to solve the system of
equations for the values of the path ccefficlents., The assumptio‘s necessary
vary from mode! to model according to the form of the model proposed, Note here
that the longitudinal nature of the present model leaves the validity of
some of these assumptions open to question, It seems likely that the unspecified
causes of a variable at time one would be related to their counterparts at time
two, for exampie, in Figure | X_ and X_ or X_ and XJ; that is, the assumption
r.=r

ej

af = etc., = 0 may not be accurafte. .

The absence of a direct connectlon between two variables may not mean that

they are causally unrelated., A variable (A) appearing early in a causal sequence
may exert all its influence indirectly on (D) through the intervening variables
(B) and (C). In this sense (A) is an important cause of (D) because it is a
cause of the two causes of (D). This is the concept of an indirect effect.

One might argue that such an assumption is not warranted given the high non-
response rate and that, In fact, the data are virtually useless. On the other
hand, because the data have the potential to provide new insights into areas
relatively unexplored it is argued that conciusions made in this respect (but
with some reservations as to their quantitative accuracy) serve a useful function,
even though it be only to suggest the nature of basic processes and where further
research might be directed.

This Is a useful rule of thumb more than a statistical procedure, Models may in
fact be made more parsimonious by further deletions or may require that some of
the deleted paths be replaced. The test of the adequacy of a model is the degree
to which the correlations implied by the system of relationships therein approx-
imate the observed correlations., A further rule of thumb is appliled in this
instance; implied correlations ought not to differ by more than 0.050 from the
observed values.

implied correlations may be calculated using the standard path analysis theorem

r,, = r

1 :é Piq"jq

where | and j denote two variables in the system and q Is an index running over
all variables from which paths lead directly to X,. Thus in calculating the

implied correlation between parents' expectations and school achievement
(Xa and xIO)' t =8, J=10and q runs from 10 to 12 (X|0, xll and X 2 all

|
affecf-xa), such that
r8.10 " Pg.10710.10 * Pa.11"10.11 ¥ Ps.i2"10.12 * Pen"i0.h

Now, rin o= | @nd riq , = 0 by assumption, thus

™8.10 * P8.10 * Pe.11"10.11 * Pa.12710.12

The implied correlations T10.11 and ™10.12 must be used In the equation rather
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than the observed viiues., Where all possibie paths are present {or both voriables

the impiied correiation between them will always be cqual to Tho observed valug,
as in the case of r, ,~. VYhen paths to one or becth are deleted ihe implicd
correlaztion may or mav not be equal to the observed. The implicd correlation
matrix defined by X, 1o X,., is itlustrative of the first case in which alt paths
are present. The implied Correlations involving X,, from which four paths have
been deleted, illustrate how imp.ied correlations may deviate from their observed
values. A

An examination of the correlation matrix bears out the earlier prediction of
substantial colllinearity between measures of the aspirations of the student and
the expectations of his parents and teachers but not, however, in connection with
the aspirations of peers, It is argued that these negative effects are in fact
statistical artifacts produced as a result of the particular internal properties
of the correlations matrix. One would be hard put to give a substantive Inter-
pretation to thesec negative effects.

Gordon (1968) has demonstrated In some detail the manner in which the
particular pattern of relationships within a correlation matrix caa influence
the regression coefficients produced. He has shown the manner in which high

correlations among independent variables in a particular sub-set and/or differentials

In the number of highly related variables between weakly related sub-sets,
together with differential relationships with the dependent variable, can
influence the size of the regression coefficients produced and hence, that the
interpretation of relative effects on this basis may be in error to some degree.

The intercorrelations between the variables seen as causes of the
student's aspirations show the repetitiveness and redundancy discussed by
Gordon (1968:597) and, on this lesz than conclusive basis, the negative effects
in question will be considered artifactual. By implication one must also
entertain some doubts about the accuracy of some of the less substantively
bothersome effects,
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FIGURE 1. CAUSAL ORDERING OF THE VARJABLES.

x.w - x* X X
7 e a
~ ~ ~ ! / |
- _ % _
~ /
&, School | School 3 {
Achievement | Achievement {
Grade Nine { Grade Eleven I
X10 _ X I
~ > .
_ {
. Teachers' _ Teachers! l
Expectations Expectations t
Grade Ten | Grade Twelve |
% %2 “
\ 4
intel lectual
Ability
X2
Parents' Student's Parents' Student's
¢ Expectations Aspirations Expectations Aspirations
/ Grade Ten Grade Ten ‘ P Grade Twelve Grade Twelve
/ *s Xe / X5 Xi
/ 1 ’
\ / / A
Socioeconomic / / /
Background / / / /
/ / / \\
It / / /
/ \\ / . /
/ / Peers' / Y Peers'
/ / AAspirations / /  Aspirations
/ / , Grade Ten \\ \\ \ Grade Twelve
\\\) / / % \ / / x&
/ / / / YR
. g h i b c d >—



L

FIGURE 2. SIMPLIFIED PATH MODELS (SHOWING ONLY PATHS OF 0.150 OR GREATER) .
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¢ TABLE 2. PATH COEFFICIENTS

e {
Dependent Independent Variables (causes)
Variable XC012) XCIE) X(10) X(9)  X(8) X(7) X(6) X(5) X(4) X(3) X(2)  Residua!
(effect)
MALES
X(10) .354 ,036 .932
X(9) 12 142,107 . .968
X(8) 150 .198 107 947
X(7 81 119 156 .946
X(6) .080  * * 118 .549 ,250 ' .566
X(5) 139 % 527 .082 % * * 791
X(4) * ,068 ,068 .288 .83 ,097 ¥ * .864
X(3) * * * 084 .451 -,099 .287 .089 719
X(2) 097 * 110 .107 .250 * ,206 * . .824
X(1) * * ¥ % _128 -.138 .258 .04l .079 .664 .220 439
FEMALES

X¢10) .394 ~,051 .923
X(9) .096 .189 .083 .978
X(8) 125 245 .159 .933
X(7) 254 .138 175 .915

©X(6) * * * 063 .633 .222 .574
X(5) 5  * .59 % * 100 % 712
X(4) 147 130 273 * 35 % * .893
X(3) : * |80 ¥ *  ,214 ,094 .160 .201 .807
X(2) * 121 .146 * ,096 .223 182 147 .780

X(1) * * * * -,086 * 134 * .01 ,523 .337 481

* indicates a negligible direct effect
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B o DI T

TABLE 3. DEVIATIO

NS OF

*
IMPLIED CORRELATIONS FROM OBSERVED CORRELATIONS

Variable

XCI) X(2) X(3) X(4) X(5) X(6) X(7) X(8) X(9) X(10) XC11) X(I2)
X1 ¥  _00f .003 .0l7 .0l2 .005 .007 -.00l .0!10 .046 .063 .003
X(2) .006 * 005 ,0l0O .017 .005 ,033 -,002 ,000 .009 -.02f ,0O!
X(3) .006 .010 * .01l ,004 ,003 .000 .000 -.001 .037 .,042 ,039
X(4) .009 .085 ,006 ¥ -, 007 .030 .00l .000 ,000 .000 .000 .Ol4
X(5) .033 .0t 0I5 .036 * 022 -,00f -.007 -.00f ,000 .040 .000
X(6) .02 ,0t14 ,020 ,0i14 .023 % ~._,00f .000 -.001 .044 .026 ,000
X(7) -.,020 -,001 ,000 .000 .000 .000 * ,000 .000 .000 ,000 ,000
X(8) 015 .0tt .01l -.018 .013 .053 .000 * ,000 .000 .000 .0OO
X(9) ,010 -.011 -,004 -,00f -.0l0 -.00f .000 ,000 ¥  ,000 .000 ,000
X0y . .019 ,002 .02t ,000 .000 .0!9 ,000 .000 .00O ¥ ,000 .000
X .037 .oll ,0!3 .,000 .0O5!¢ .022 .000 .000 .000 .0OO * .000
X(12) .012 ,042 -,008 .020 .000 .0!14 ,000 .000 .000 .000 .000 *

% (1) deviation =

(11) males above the diagonal, females below the diagonal

(observed correlation - implied correlation)

43



